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This study examines the relationship between the attrition of African-American
gifted students’ participation in gifted programs and their racial identity, cultural attitude,
self-esteem, group membership, teacher support, and student demographics from the
student’s perspective.
This study was based on the premise that some underrepresentation of African-
American gifted students is partially caused by gifted students own choices not to
participate in gifted programs. This concept is less explored in the research with the John
Uzo Ogbu (2003) controversial research as its foundation.
A Pearson r Product Moment Correlation Coefficient research study was used to
determine if there was a relationship between the attrition of African-American gifted
students participation in gifted programs and their racial identity, cultural attitude, self
esteem, group membership and teacher support. A questionnaire was developed for
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students for the purpose of collecting and analyzing data to test the null hypotheses,
which states that no relationship exists.
The conclusions drawn from the findings suggest the results of this study indicate
that there is no significant relationship between African-American gifted students’ racial
identity, cultural attitudes, self-esteem or teacher support and their attrition in the gifted
program. However, there is a significant relationship between African-American gifted
students’ group membership and their attrition in the gifted program. Specifically, those
students who had feelings of alienation from the other gifted students were more likely to
be at-risk for attrition in their gifted program. Therefore, the null hypothesis was
accepted for research questions one through three, and number five but the null
hypothesis was rejected for research question number four.
2
PERCEPTIONS OF AFRICAN-AMERICAN MIDDLE SCHOOL GIFTED
STUDENTS REGARDING FACTORS THAT INFLUENCE THEIR
ATTRITION IN GIFTED EDUCATION PROGRAMS
A DISSERTATION
SUBMITTED TO THE FACULTY OF CLARK ATLANTA UNIVERSITY
IN PARTIAL FULFILLMENT OF THE REQUIREMENTS
FOR THE DEGREE OF DOCTOR OF EDUCATION
BY
AMELIA D. JEFFERSON







It is a great pleasure to thank those who made this dissertation possible such as
my Clark Atlanta University Family: Dr. Moses Norman, Dr. Felicia Mayfield, Dr.
Trevor Turner, Dr. Sheila Gregory, Dr. Melanie Carter (former Professor), Dr. Barbara
Hill and Ms. Betty J0 Cooke. I am grateful for my supervisor, Mr. Norman H. Thomas,
Jr., my Meadowview Elementary Family and my Kingdom Fellowship Christian Church
Family. I would also like to thank Dr. Candace Alexander, Dr. Chandra Young and Dr.
Curtis Grier for lending me their dissertation resources. I owe my deepest gratitude to
my best friend, Shantell White, for giving me inspiration to go back to school and finish
my program. I have to mention my mentor Dr. Carolyn J. Benson for raising the
expectations. Thus. this dissertation would not have been possible without the loving
support of my mom. Vay L. Bogan, who never stopped encouraging me to finish my
dissertation. My sisters: Valencia Riley, Kimberly Anderson, TaNesha Williams,
Oliphier Blankenship and Samara Byrd and their significant others. My mother and
father-in-law, Theresa and Jesse Jefferson, and the rest of the Jefferson Family. In
conclusion, it would have been next to impossible to complete this journey without the
love, prayers and support from my husband, Malcolm Jefferson. He truly made it easy to
manage my time and stress. Finally, this dissertation is dedicated to the late Armentra
and George Hicks, my beloved aunt and uncle who helped my mother raise me and for





LIST OF FIGURES vi
LIST OF TABLES vii
CHAPTER
I. INTRODUCTION 1
Statement of the Problem 2
Purpose of the Study 4
Research Questions 5
Significance of the Study 6
Summary 6
II. REVIEW OF THE RESEARCH LITERATURE 8
Organization of the Review 8
Emergent Themes 8
Summary 20
III. THEORETICAL FRAMEWORK 23
Research Design 23
Theory of Variables 23
Definition of Variables 24




Table of Contents (continued)
CHAPTER PAGE
Limitations of the Study 27
Summary 28
IV. RESEARCH METHODOLOGY 30
Research Design 30
Description of the Setting 30
Sampling Procedures 31
Instrumentation 31
Survey Reliability Analyses 32
Data Collection Procedures 32
Statistical Applications 33
Summary 33
V. ANALYSIS OFTHEDATA 35
Data Summaries and Analysis 35
Research Sample 36
Descriptive Statistics 39
Results of Research Questions 44
Analyses of Research Questions and Null Hypotheses 45
VI. CONCLUSIONS, IMPLICATIONS, AND RECOMMENDATIONS 56
Findings 56
Conclusions and Implications 57
iv




A. Resources for Gifted children 66
B. Student Survey 69





1. Relationship among Variables 25
2. Bar chart representing median values, minimum values,
maximum values and the inter-quartile range for each of the
five survey scales 42
3. Line chart comparing students currently enrolled in the gifted
program to students removed or at-risk for removal from the
program with regard to their mean scale scores for each of the




1. Demographic Summary of Research Participants (2008-2009) 37
2. Demographic Summary of Research Participants by School
(2008-2009) 37
3. Demographic Summary of Middle School (2008-2009) 38
4. Demographic Summary of Certified Personnel Data (2008-2009) 39
5. Cronbach’s Alpha Reliability Coefficients 40
6. Correlation Coefficients between Total Survey Score and
Scale Scores 41
7. Means and Standard Deviations for Survey Scales 41
8. Pearson r Product Moment Correlation Coefficient Analysis
Results: Racial Identity 46
9. Pearson r Product Moment Correlation Coefficient Analysis
Results: Cultural Attitudes 47
10. Pearson r Product Moment Correlation Coefficient Analysis
Results: Self-Esteem 48
11. Pearson r Product Moment Correlation Coefficient Analysis
Results: Group Membership 49
vii
List of Tables (continued)
TABLE PAGE
12. Pearson r Product Moment Correlation Coefficient Analysis
Results: Teacher Support 50
13. Pearson r Correlation for Demographics and Academic
Self-Esteem 52
14. Pearson r Correlation for Demographics and African American
Occupational Status 53





The Georgia State Board of Education [GBOE] (2012) defines a gifted student as:
A student who demonstrates a high degree of intellectual, creative and/or artistic
ability(ies), possesses exceptional leadership skills, or excels in specific academic
fields and who needs special instruction and/or special ancillary services to
achieve at levels commensurate with his or her abilities. (http:/!www.doe.
ki 2.ga.us)
The history of gifted education reveals that it has been available only to a small
percentage of the national population. From the early 1 900s, teachers recognized a few
students with exceptional intellectual ability. As a result of this extraordinary ability,
multiage grouping, special schools and special classes for the gifted were formed. Later,
researchers used Intelligence Quotient (IQ) tests with a score of 140 or above as a
determining factor for qualification into the gifted program. This led to a gifted
population made up of white, upper-class students comprising 1% of the entire student
population. However, with the influence of the Civil Rights Movement, the emphasis on
the desegregation of schools led to a rethinking of “access” and to policies that opened
doors to equalizing opportunities for children from all cultural and economic
backgrounds (Coleman, 1999). Finally, African-American gifted students comprise 16%
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of the entire public school population but only 8% of those are participating in gifted 7
services (Ford & Harris, 1996; U. S. Department of Education [USDE], 1993).
Statement of the Problem
This study investigates a unique challenge pertaining to African-American gifted
children who choose not to participate in their school’s gifted program based on a variety
of independent factors. Since there is a small population of gifted students, stakeholders
must find solutions on how to retain these bright students. With the lack of research
available, the study explores attrition of African-American gifted middle school students
from their own perspective. Why are these intelligent students choosing not to participate
in a specialized program to support their creative talents? Are these students choosing
culture over achievement just to feel comfortable being with the majority? Or, are the
students embarrassed about being labeled “smart” which in the African-American culture
is negatively perceived. Succinctly, is there a relationship between African-American
gifted students’ Racial Identity, Cultural Attitudes, Self-esteem, Group Membership,
Teacher Support, and their attrition in gifted programs?
Educational leaders must address this issue and try to retain academic learners
with the highest potential. One prominent factor was explored by John Uzo Ogbu (2003)
in his controversial research study of an affluent Ohio suburb. In this study, African
American students, compared to their white counterparts, were disengaged from
academic work and performance because of a negative stigma formulated around racial
identity. This research explores this entire notion that some students would rather be
accepted by their peers than take advantage of challenging academic programs.
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In many cases, gifted students face many challenges. In 1993, African-American
students were underrepresented in gifted programs by 50%. By 1998 that number had
only increased by 10% (Ford, 1998; USDE, 1998). Historically, much has been written
on institutional barriers including inadequate definitions, narrow and exclusive theories,
and identification procedures for gifted eligibility. Unfortunately, even a few students
who are accepted in gifted programs and surpass these systematic barriers still drop out.
This research focuses on self-perceptions of gifted students, a topic less explored and one
that the African-American community has difficulty understanding and accepting. The
notion that bright urban children are not interested in participating in a gifted program is
devastating. Some even sabotage their eligibility due to lack of motivation, a disrespect
of the gifted policies and procedures, and the inability to maintain a high level of
achievement in all academic areas. This study provides school leadership with
knowledge that will assist them in developing a strategic plan to alleviate gifted attrition.
The urban African-American gifted group is the least recognized. On the other
end of the spectrum, there are an alarming number of African-American children
represented in special education or other programs that represent the lowest academic
achievers. However, in an urban setting, educational resources and attention have been
focused around this group. Many educators and administrators are not concerned with
gifted students because they are considered “reliable (as regards to meeting and/or
exceeding test standards)” and usually the smallest percentage of students. Therefore, in
urban schools, priority is given to students with academic challenges who normally
represent the largest population so that schools can avoid a state openly-published
4
“failing school list.” Finally, with the accountability pressures to reach minimum
academic standards school wide, African-American gifted students are left further
behind.
This research explores selected factors that examine student perceptions as it
relates to their attrition in gifted programs. Hopefully, this study ignites government
officials, educators and parents to examine this issue more closely and implement
strategies to retain African-American student participation in gifted programs.
Purpose of the Study
The purpose of this research is to investigate African-American student
perceptions of the relationship between selected factors and their attrition in gifted
programs. In 1939, Dr. Mamie Phipps Clark and her husband, Dr. Kenneth Clark, used
inexpensive dolls to conduct the first study “to test African-American children’s ego and
self-esteem” (Edelman, 2005, p. 7). This was a historical event which brought national
attention to the topic of racial identity. Racial identity is defined by the extent to which
people of color are aware of, understand, and ialue their racial background and heritage
(Grantham & Ford, 2003). In the Clarks study, they showed African American and white
dolls to children to test whether they would respond differently to dolls of different races
by asking them which dolls were pretty and nice, and which ones were bad (Edelman,
2005). The outcome of the research was astonishing. Not only did the white children
prefer the white dolls but two thirds of the surveyed African-American children preferred
the white dolls, stating that they were pretty and nice, and that the African-American
dolls were bad (Edelman, 2005). Sadly, when the Clarks asked the African-American
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children which dolls looked more like them, some chose the white dolls, others could not
answer the question, and some began to cry (Edelman, 2005). At the conclusion of their
research, the Clarks reported that racial segregation and negative images of African
Americans had damaged many African-American children’s sense of identity and self-
esteem (Edelman, 2005).
Ogbu’s (2003) study revealed that African-American students created a culture
that was anti-white. African-American students perceived white students as being
intelligent. Ogbu concluded that African Americans’ own cultural attitudes hindered
academic achievement and that these attitudes are too often neglected. This study looks
closely at how students see themselves culturally and how it affects the way they feel
about participation in gifted programs.
Research Questions
RQ 1: Is there a significant relationship between African-American gifted
students’ racial identity and their attrition in gifted programs?
RQ2: Is there a significant relationship between African-American gifted
students’ cultural attitudes and their attrition in gifted programs?
RQ3: Is there a significant relationship between African-American gifted
students’ self-esteem and their attrition in gifted programs?
RQ4: Is there a significant relationship between African-American gifted
students’ group membership and their attrition in gifted programs?
RQ5: Is there a significant relationship between African-American gifted
students’ teacher support and their attrition in gifted programs?
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Significance of the Study
The significance of this study is to tackle uncharted territory, from a student
perspective, by focusing on less explored factors such as racial identity, cultural attitudes,
self-esteem, group membership and teacher support. In previous studies, attention has
been given to identifying and increasing African-American student representation in
gifted programs. However, what about the students who have no problem meeting
academic standards and are admitted in the gifted program but choose to “sit on the
fence” and settle for mediocrity? Unfortunately, these bright children end up limiting
their future possibilities. There is a major concern for this generation that has been
labeled a “lost generation.” This phrase sounds more like an oxymoron based on the
technology and access to which this generation is exposed. Students today can operate
computer programs, reach the highest levels on game software and navigate through the
Internet information highway at record speeds. Could it be that they are more interested
in cultural socialization than high academic achievement? Are African-American
students distracted by social media, entertainment, computers, high speeds, gadgets and
games? Has education become boring and slow paced for them? Educational leaders
have to be concerned with this phenomenon. This study should assist policymakers,
educators and parents take a serious look at this issue and participate in reform.
Summary
The researcher worked as a gifted teacher in a predominantly African-American
school system for several years. While most students were performing well, it was
obvious that a few of the students were disengaged. These students had the academic
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ability but were not interested in challenging themselves. Therefore, this small
percentage of students’ lack of motivation laid the foundation for this research. Sadly,
gifted African-American students are underrepresented in gifted programs. The charge is
to retain gifted students in the program and eliminate attrition. Therefore, the process of
retaining gifted students is important as well as challenging.
Not many studies have looked at the research from the student’s point-of-view.
The process of gaining access to children for research purposes is a serious challenge.
However, this perspective can help policymakers and school officials understand how
gifted students feel about racial identity, cultural attitudes, self-esteem, group
membership and teacher support as it relates to their own attrition in the gifted program.
No longer can we ignore this group of students. Although they are among the smallest
group in urban schools, they are underrepresented in gifted programs by approximately
40%.
CHAPTER II
REVIEW OF THE RESEARCH LITERATURE
Organization of the Review
With limited research on gifted African-American students and their attrition in
gifted programs, the review of literature does not align perfectly with the intended
independent variables of the study as it related to the dependent variable, attrition.
Therefore, some of the literature refers to African-American students as opposed to
“gifted African-American students.” The following independent variables, racial
identity, cultural attitudes, self-esteem, group membership and teacher support have been
analyzed. Since the purpose of the study is to offer solutions to the problem statement,




Racial identity was vividly illustrated as ABC News 20/20 aired a segment called
“Acting White” (Redmond, 1999 as cited in Grantham & Ford, 2003). In this featured
television program, high achieving African-American high school students complained
about negative peer pressure because of their high grades, participation in gifted
programs, speaking standard English, and other variables (Grantham, 2003). The
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program claimed that African- American students who do not have a positive or healthy
racial identity are likely to succumb to negative peer pressure citing underachievement
and underrepresentation in gifted programs as evidence (Grantham, 2003).
The lack of a positive racial identity led to the guilt that gifted children hold
because of surpassing or denying one’s ethnicity, “selling out,” or being denied one’s
potential. Also, being African American is further compounded by gender issues. Males
definitely are more vulnerable to negative peer pressure than females. The ultimate goal
looks at finding a happy balance where children do not have to lose their racial identity
but become multifaceted, African American and gifted. Recommendations for smaller
schools, multiple-talent development models, family-school partnerships, higher teacher
expectations, role models and mentors are among suggestions for reform (Clasen, 1999).
Dr. Beverly Tatum, the author of “Why Are All the Black Kids Sitting Together
in the Cafeteria?” discusses racial identity development. In order to have a conversation
about racial identity development, one must talk about racism. Unfortunately, some
members of the dominant society do not believe racism still exists. Racism begins at an
early age (ages 3 and 4) because children are “exposed to misinformation about people
different from ourselves” (Tatum, 1997, p. 3). Commonly this is due to the social system
in our communities. This secondhand information is filled with assumptions shared by
family and community members. Stereotypes, omissions and distortions all contribute to
the development of prejudice. Prejudice is a preconceived judgment or opinion usually
based on limited information (Tatum, 1997). However, the consequences of living in a
racist society, is that a member of the stereotyped group may internalize the stereotypical
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categories about his or her own group to some degree internalized oppression (Tatum,
1997). Finally, Tatum introduces William Cross’s framework of the psychology of
nigrescence (the psychology of becoming black) to understand why African-American
students group themselves by race. There are five stages: pre-encounter, encounter,
immersionlemersion, internalization, and internalization-commitment. The pre-encounter
stage is when the African-American child accepts the idea that it is better to be white.
Then in the encounter stage, middle and high school students struggle with the meaning
of being a member of a group targeted with racism. These negative encounters have
resulted in self-segregation to protect one self from future offenses. The third stage
immersionlemersion characterizes African-American students exploring their own
cultural connections. This stage is important because students unlearn “the internalized
stereotypes about his or her own group and is redefining a positive sense of self, based on
an affirmation of one’s one racial group identity” (Tatum, 1997, p. 76). The last stage
internalization gives one a sense of security about his or her racial identity. During this
stage is when a person is willing to establish meaningful relationships with members of
other racial groups including Whites. Therefore, Tatum encourages parents, schools and
communities to support children as they go through the nigrescence stages.
Cultural Attitudes
Minority student learning styles are also contributing factors to
underachievement. Research has indicated that African-American students are field
dependent, visual, and concrete learners (Hale-Benson, 1986 as cited in Ford &
Thompson, 1997) while the educational field of study lies in the verbal, abstract, and
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decontextualized (Hale-Benson, 1986 as cited in Ford & Thompson, 1997) style of
learning. Thus, a gap is created which results in student frustration, confusion and
underachievement.
In most gifted programs, competition is a viable component. Given the more
social and less competitive nature of minority students (Hale-Benson, 1986 as cited in
Ford & Thompson, 1997), competition can damage their academic motivation,
educational engagement and self-concept.
The most salient issue introduced by Ladson-Billings (2001) is the statement that
“typically in schools where students of color are academically successful is a growing
alienation of the students from their home culture” (p. 78). The sentiment of this
comment is shared by Ogbu (2003) who studied middle-class African-American children
and the reason why they were not achieving academically as well as their white
counterparts. The result of his controversial study was that African-American students’
cultural attitudes hindered their academic achievement. The cultural attitude was that
African-American students did not want to be associated with “acting white.” For
African-American students “acting white” was an antithesis to being “cool.” Ladson
Billings opens Chapter Four entitled, “Nobody Wants to Be Urkel,” with an experience
she encountered as a Philadelphia middle school teacher. She introduces us to Javier, a
smart African-American male whose values of being cool and getting respect from his
peers were more important than focusing on being academically successful. Javier was
honest enough to share with Ladson-Billings that his street credibility would be damaged
or even stripped away if his friends knew he was reading and doing all of his
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assignments. Through cultural understanding (sharing the same culture), Ladson-Billings
worked out a deal with Javier by giving him an extra set of books to keep at home and
allowing him to turn in his assignments anonymously. “This arrangement allowed Javier
to be an academic achiever who maintained his own sense of himself as a young African-
American man” (Ladson-Billings, 2001, p. 78).
Self-esteem
The factors affecting underachievement were socio-psychological. Low self-
esteem and self-concept are major contributors to poor student achievement. Minority
children who do not hold a strong sense of their racial identity might fall prey to peers
who accuse them of “acting white” or “selling out.” Therefore, gifted students might
choose peer affiliation as opposed to academic achievement. In conclusion, students who
attribute their results to external forces (discrimination, injustice) are more likely to
display characteristics of underachievement than those who believe their results are from
internal factors such as effort and ability.
In A Girl Like Me, a youth documentary by high school student Kin Davis, a
number of issues that affect African-American girls’ self image were explored (Davis,
2005). The prominent issue of the film was skin color and societal pressures to conform
to the majority culture. Standards that, as high school students, were very clear: light
skinned African-American girls were viewed as more attractive. Also, hair straightening
was a standard of beauty. Through her research and interviews, Davis decided to re
conduct the “doll test” conducted by Drs. Kenneth Clark and Mamie Clark. The results
of Davis’ test, which concluded in 2005, were alarmingly similar to the Clarks’ findings.
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Out of 21 African-American children interviewed, 15 of them selected the White doll as
the nice doll, the one they liked the best, and the one they would rather play with while
the African American doll was selected as the bad doll.
Group Membership
Kao (2000) examined group membership as it relates to race, stereotypes, and
academic performance. Using qualitative research, Kao examined the self perceptions of
White, African American, Hispanic, and Asian high school students. African-American
students had high educational aspirations but low academic achievement. The study
focused on how race segregates students in an isolated group. Within this group, students
had similar ideas about socialization and academic work. Also, they were defined by a
certain style of clothes, manner of speech and work habits. If any one went outside of the
group norm, only in the African-American group were they considered an “oreo” or
“sellout.” Thus, behaviors associated with “acting white” were portrayed somewhat
negatively by African-American students, while behaviors associated with “acting black”
were not so negatively portrayed by white youth (Kao, 2000, p. 415). The resentment of
equating behavior with race was strongest among higher performing African Americans,
who were often accused of being an “oreo” when they paid attention in class or spoke
“proper” English (Kao, 2000, p. 415). Amazingly, some high-achieving African
Americans found that they had to socialize among their racial group while at the same
time maintain high academic standards. Therefore, sitting with other African Americans
in class and hanging out with them outside of class, allowed high-achieving African
Americans to prove that they were loyal to other African Americans, and that they did not
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look down on them (Kao, 2000, P. 416). Furthermore, students’ importance of being part
of a racial group became paramount during the adolescent stage.
Often, peer allegiance and the need to belong take precedence in the lives of
minority students (Phelan, Yu, & Davidson, 1994; Steinberg, Dornbusch, & Brown,
1992; Ford & Harris, 1996). African-American students who feel alienated or
unaccepted by their peers may become introverted, withdrawn, aggressive or disruptive
(Senoir & Anderson, 1993 as cited in Ford & Harris, 1996). This sense of not belonging
contributes significantly to underachievement along with psychological and emotional
maladjustments among gifted African-American students (Ford & Harris, 1996).
Specifically, highly able students frequently face the dilemma of satisfying their drive of
excellence at the risk of sacrificing relationships with their peers (Ford & Harris, 1996).
This anti-achievement ethic can take a psychological toll on African-American students’
motivation and attitudes, resulting in a conflict between their need for achievement and
need for affiliation (Ford & Harris, 1996).
Payne (2005) explained group membership as it relates to economic classes.
Although the author asserts there are five economic classes, she has simplified them to
three major ones. They are poverty, middle class, and wealth. The major emphasis is on
the hidden rules or unspoken cues and habits of a group. Generally in America this
notion is clearly recognized for racial and ethnic groups but not economic class (Payne,
2005). Characteristics pertaining to students falling in the poverty realm are survival,
relationships and entertainment which distract students from academic achievement. On
the other hand, students residing in the middle class, decision making revolves around
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work, achievement and material security. Unfortunately, material security could have an
adverse effect on students’ educational attainment. While the wealthy class focus is on
financial connections, social connections and political connections.
Teacher Support
A study done by Ford and Harris (1996) on perceptions of African-American
students on educational variables found that the quality of teacher and student
relationships was very important to African-American students. This study and others
supported the fact that educational outcomes and disengagement are influenced by
classroom environments, especially student-teacher relations. Therefore, African-
American students who were understood, accepted, and respected by their teachers had
positive relationships with teachers which increased students’ motivation and
achievement (Irvine, 1991; Phelan, Yu, & Davidson, 1994; Ford & Harris, 1996). Gifted
African American underachievers reported less positive teacher-student interaction, too
little time to understand material, nonsupportive classroom environment, and being
unmotivated and disinterested in school (Ford & Harris, 1996).
Teacher expectations have a significant impact on student achievement. Teachers
have lower expectations for minorities and children from a low socioeconomic (SES)
background than for other students. Also, some teachers are not properly prepared to
deal with minority students, especially African-American gifted students. Therefore,
these teachers are less likely to refer minorities for the gifted program or score them in
the gifted qualification range. The result may be underachievement due to disinterest,
frustration, and lack of challenge (Ford & Thomas, 1997).
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Many researchers have concluded that teacher expectations determine students’
behavior and outcomes. Wineburg (1987) expanded the expectancy theory to the notion
that teachers’ expectations for minority students caused them to do poorly in school
(Grantham, 2004). However, the studies applying expectancy constructs delineated from
the influence of teacher expectancies on student motivation (Grantham, 2004).
In Ford’s (1998) study of underachievement among gifted African-American
students, the focus was on the influence of the teacher. Teachers overlooked several
African-American students who met the necessary criteria for the gifted program. With
this in mind, teachers are viewed as “gate keepers” who prevent African-American
children the opportunity to experience challenging instruction.
Compounding this argument is that many teachers are not prepared to teach
children with a different cultural background. As noted above, culture has a complexity
of its own. Therefore when dealing with students of color, teacher education programs
must offer in-depth, field experiences as it relates to culture. Gordon (1991) argues that
“teachers and the teacher education field are in need of a fundamental critique of how
they look at, interpret, and assist people of color in the educational process” (Ladson
Billings, 2001, p. 79). As seen on a microcosm level, African-American people view
issues of power and authority differently than people from mainstream middle-class
backgrounds (Delpit, 1995). Delpit eloquently expressed classroom behavior as a
cultural power struggle between a teacher from a dominant background and an urban
student. African-American children expect the teacher to be an authority figure while a
teacher from the dominant culture will give students choices. This type of interpersonal
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exchange results in disruptive student behavior. Hence, the criticism that “they don’t
know how to teach our children” is not truly correct. There are cultural issues of which
they are unaware because of a lack of knowledge and experience. Unfortunately, this
cultural conflict interrupts the process of teaching and learning.
Prescriptions for Change
Suggestions for preventing and reversing this trend are a collective effort.
Teachers, counselors, students, and parents all have to work together to provide
individualized interventions for student needs. These strategies should center on socio
psychological, family, peer, and school factors. Intervention begins with a more balanced
definition of underachievement as it relates to qualitative and quantitative ideologies;
enhances self-perception, self-concept, self-esteem, and racial identity; improves
students’ skill in studying, time management, organization and test taking; involves
family members; and address school-related factors.
The author, Donna Rae Clasen (1999), reviews Reversing Underachievement
Among Gifted Black Students: Promising Practices and Programs by Donna Y. Ford
(1996). The book was written for educators to inform them about gifted and potentially
gifted students who are underrepresented and underachieve in gifted education. By
exploring this issue of underachievement, she includes an array of recommendations. As
a gifted child herself, Donna Ford learned to underachieve (Clasen, 1999). Her primary
goal was to introduce social, cultural, and psychological factors that contribute to the
underachievement of highly able African-American students.
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Grantham and Ford (1998) seek to answer underrepresentation among gifted
African-American students as it relates to the administrative role. The authors cite that
change cannot occur in schools unless the principal is involved and dedicated. Many
African-American gifted students are unable to reach their potential because they are not
able to participate in gifted programs that will challenge them academically and socially.
Although gifted students represent 16% of the student population nationally, only 8% of
the students participate in gifted programs (U.S. Department of Education, 1993).
Research on instructional leadership supports the claim that the school principal is
responsible for school effectiveness, improvement, and achievement.
The principal can help to improve the representation of African-American
students in gifted education by focusing on teacher supervision and evaluation, staff
development, and quality control (Grantham & Ford, 1998). One major role of the
principal is to provide a school environment that fosters positive perceptions about gifted
students. Grantham and Ford found that some gifted African-American students may
choose not to participate in gifted programs because of their unfavorable perceptions of
social variables related to gifted classes (e.g. lack of teacher encouragement and
feedback, curriculum bias, low teacher expectations) (Grantham & Ford, 1998). Teacher
training of gifted African-American children is very important. Some schools realize the
discrepancy of the number of African-American students and African-American students
referred for gifted services. The lack of teacher referrals creates barriers for African
American students’ representation in gifted programs (Grantham & Ford, 1998; Ford &
Harris, 1996). With the assistance of the principal, teacher classroom behavior can
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improve gifted students’ achievement and motivation to participate in gifted and advance
level classes. Teacher effectiveness can promote or deter student performance. Finally,
making teacher evaluation an integral part of the gifted program ensures that students are
being challenged and engaged in their learning.
Ford-Harris, Schuerger and Harris (1991) describe how gifted children suffer
from underachievement based on unmet psychological and emotional issues. In schools,
the key to addressing these needs centers on the counselor or the counseling department.
Contrary to popular belief, gifted students have more psychological needs than other
African-American students. In the gifted realm, these students have an internal conflict
between their African American culture and the culture of the dominant society. The
article cites that the African American culture has been antischool because schools
promote the values and culture of the dominant culture.
The major variable in alleviating underachievement is through racial identity
development. This process can occur through the counseling of gifted children with the
application of the nigrescence theory (Cross, 1971). This process of taking gifted
students through stages is a phenomenal way to provide counseling intervention,
especially for students who are feeling alienated and confused. Counselors must confront
the issues of academic and nonacademic needs. After obtaining valuable information on
the gifted student, counselors should provide individual or group counseling along with
family counseling. Finally, the authors suggest that counselors assign gifted students to
role models or mentors early in life. These individuals provide a strong real-life part to
their socializing.
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Ford, Tyson, Howard, and Harris (2000) introduce literature to African-American
gifted students as a way to provide multicultural education and improve achievement and
self-esteem. When used for self-understanding or insight, it is called bibliotherapy. The
power of bibliotherapy has a long history in changing people’s lives. When students can
identify themselves in the literature, they have strong connections to the major
character(s) in the book. Through the feelings and actions of the character(s), the student
recognizes that their difficulties and problems are shared by others (Ford et al., 2000).
The authors present examples of questions and activities that can be used along with
these unique books. Also, a strong emphasis on critical thinking has been provided so
that students are able to respond to issues such as concepts of family, morality, rules,
gender roles, culture, and stereotypes (Ford et al., 2000). An annotated bibliography of
ten books is given that educators can use as bibliotherapy.
Secondly, the role of literature as a means of multicultural education gives
students self-esteem. It is an excellent tool for students who are attending schools as a
minority. Books written by African Americans did not exceed 2% from 1991 to 1997.
The article suggests the importance of having these materials available to all children.
Additionally, these books allow White children, through their reading, to empathize with
others. In association with the reading, effective questioning, role-playing, and situations
(Ford et al., 2000) are strategies that facilitate positive relationships between all students.
Summary
The literature reveals that gifted African-American children have a unique
challenge. The challenge that “gifted” and “African American” are competing culturally.
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This belief has a direct correlation on the attrition in gifted centered instruction.
Unfortunately, some African-American children view being a smart student as “acting
white.” Therefore, students without a positive or healthy racial identity are likely to
succumb to negative peer pressure citing underachievement and underrepresentation in
gifted programs as evidence (Grantham & Ford, 2003). Ford and Thomas (1997) cite that
African-American students’ cultural attitudes are not aligned to the rigors of gifted
education. Other challenges focus on group membership where students segregate
themselves by race. The characteristics of group membership cite isolation, similar ideas,
and distinct style of dress and mannerisms. Sadly, the African-American group has a
negative perspective on academic achievement. Finally, teacher support is paramount to
academic achievement for African-American students. However, many teachers are not
prepared to deal with African-American students’ unique challenges for a variety of
reasons (lack of teacher preparation, lack of cultural understanding and low expectations
of minority and low income students). Therefore, teachers can have a negative impact on
student achievement and attrition.
In order to change the attrition rate of African-American students, there has to be
a systemic change involving social, cultural, and psychological factors. The research
overwhelmingly supports that change must occur through the principal who must be
involved and dedicated to changing the school environment. The principal can provide
better gifted teachers and foster an atmosphere with positive perceptions about gifted
students. Finally, the counseling department must meet the needs of gifted students who
have unmet psychological and emotional issues. Contrary to popular belief, gifted
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students have more psychological needs than other African-American students. Through
individual, group and family counseling along with bibliotherapy schools can began a




This study utilized the Pearson r Product Moment Correlation Coefficient
approach to research. This approach to research was used to determine if there was a
relationship between the attrition of African-American middle school gifted students’
participation in gifted programs and their racial identity, cultural attitudes, self-esteem,
group membership and teacher support. A questionnaire was developed for students for
the purpose of collecting and analyzing data to test the null hypotheses, which states that
no relationship exists. Eighty-four anonymous middle school students participated in the
study from the Metro Atlanta school district.
Theory of Variables
The theoretical framework focused on the independent variables: racial identity,
cultural attitudes, self-esteem, group membership and teacher support and how they are
related to the dependent variable of student attrition as it relates to gifted African
American students. The assumption was that racial identity, cultural attitudes, self
esteem, and group membership significantly influenced student attrition in gifted
programs more than teacher support. On the following page, definitions of the





Attrition: Attrition in this study involves the status of a student either in the
delaying or termination of education in a gifted program.
Independent Variables
Cultural Attitudes: Perceptions learned through family socialization that
influences behavior emphasize that your experiences shape your ideologies and
philosophies).
Group Membership: Creates a bond and feelings of peoplehood such that
individuals often define themselves in terms of racial membership in a particular group
(Ford & Harris, 1997; Smith, 1989).
Racial Identity: The extent to which people of color are aware of, understand,
and value their racial background and heritage (Grantham & Ford, 2003).
Self-esteem: Includes a person’s subjective appraisal of himself or herself as
intrinsically positive or negative to some degree (Sedikides & Gregg, 2003).
Teacher Support: Actions of the teacher which can lead the student in a
positive, more challenging direction or negative, stagnant situation.
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Relationship among Variables














Figure 1: Diagrammatic Representation of Study
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Research Questions
RQ 1: Is there a significant relationship between racial identity and the attrition
of African-American students in gifted programs?
RQ2: Is there a significant relationship between cultural attitudes and the
attrition of African-American students in gifted programs?
RQ3: Is there a significant relationship between self-esteem and the attrition of
African-American students in gifted programs?
RQ4: Is there a significant relationship between group membership and the
attrition of African-American students in gifted programs?
RQ5: Is there a significant relationship between teacher support and the attrition
of African-American students in gifted programs?
Null Hypotheses
The following Null Hypotheses will guide this study.
HOl: There is no statistically significant correlation between racial identity and
the attrition of African-American students in gifted programs.
H02: There is no statistically significant correlation between cultural attitudes
and the attrition of African-American students in gifted programs.
H03: There is no statistically significant correlation between self-esteem and the
attrition of African-American students in gifted programs.
H04: There is no statistically significant correlation between group membership
and the attrition of African-American students in gifted programs.
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H05: There is no statistically significant correlation between teacher support
and the attrition of African-American students in gifted programs.
Limitations of the Study
There are several noticeable limitations associated with the study. There was a
lack of participation from gifted African-American students. Unfortunately, the gifted
population is one of the smallest groups in an urban middle school, thereby providing a
limited number of survey participants. Among the students who were given consent
forms, only a few returned signed forms, making the pooi even smaller. Inasmuch, some
of the responses might have lacked truthfulness because students had to be honest about
their gifted status. Students had to select one of the following: “Still in gifted program
and intend to remain,” “Still in gifted program but would like to get out (these could be
your students on probation),” or “Not in the gifted program” because they were removed
from the program because of failing grades. As a result of the negative status choices,
some students might have not been honest about their current status. Finally, there was a
lack of literature that correlated with the dependent variable, attrition, along with the
independent variables as it pertained to African-American gifted students. With the
addition of “gifted” African-American students, the field was narrowed even further.
Many studies cite the dependent variables of “underrepresentation” and
“underachievement” instead of “attrition.” With limited research available, the
researcher was forced to use these studies although “attrition” and “underrepresentation”
and “underachievement” are not necessarily the same. While the literature available on
“underrepresentation” and “underachievement” focused heavily on external factors,
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“attrition” focus is on internal factors and choices. The same is true with the use of
“African-American students.” Since limited research was available for “gifted African-
American students,” “African-American students” were used. Further limitations on the
research might have resulted from the term “African American.” Some researchers
might not have been comfortable with the term “African American” and chose to use the
term “minority” instead. A few researchers believe that race is not an exact science and
does not encompass a concrete definition (Spring, 2012). Therefore, this labeling limited
the number of studies available for review. Finally, since the students were mostly
African American, were gifted, attended the same school and lived in the same
neighborhoods, there was little variance in student responses on their surveys.
Conclusively, the data lacked statistical significance.
Summary
The theoretical framework focuses on the assumption that mostly all of the
independent variables: racial identity, cultural attitudes, self-esteem and group
membership (“culture”) significantly influence student attrition in gifted programs more
than the independent variable teacher support (“achievement”). As an opinion, teacher
support or “achievement” has the least influence because most students are identified in
the gifted programs by the time they enter middle school. Additionally, the perception of
gifted students is that they are highly motivated learners and a teacher has little effect on
their performance. A questionnaire was developed for middle school students to analyze
the relationship between the dependent and independent variables. Only gifted and
former gifted students were invited to participate in the survey. Unfortunately, many
consent fonns were not returned thus limiting the sample number and some students
might not have been truthful about their gifted student status. Therefore, a few factors





A Pearson r Product Moment Correlation Coefficient research design was
utilized. The purpose of this research was to determine if there was a relationship
between the attrition of African-American gifted students participation in gifted programs
and their racial identity, cultural attitudes, self-esteem, group membership and teacher
support. A questionnaire was developed for students for the purpose of collecting and
analyzing data. These student answers provided data from a student perspective to test
research questions and the null hypotheses.
Description of the Setting
Three middle schools of a Metro Atlanta school district were targeted. Initially,
the research proposal had to be approved by the local school system, Department of
Research and Evaluation and the Human Subjects Committee of the Institutional Review
Board (IRB) Process of Clark Atlanta University to allow any students to participate in
this study. In order to improve the number of participating subjects, three middle schools
were selected based on a high percentage of African-American students. However, only
84 students returned consent forms and surveys compared to the 300 surveys that were
distributed. At each of the middle school, the gifted teacher was given the consent forms
and surveys to distribute and collect from her students. Therefore, the surveys were
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given to the gifted teacher to determine the best way to give research materials to
students within a specific, non-instructional, time frame.
Sampling Procedures
The research sample consisted of 84 male and female middle school participants.
The students all attended schools in a Metro Atlanta school district. The middle schools
were selected based on their large population of African-American students.
Approximately 300 consent forms and surveys were distributed to the selected school
gifted teachers by the principal or assistant principal. However, only 84 middle school
students returned consent and survey forms.
Instrumentation
A student survey was created by the researcher and developed to elicit
information on each independent variable for a quantitative research study. There were
two sections on the survey. The first section had 29 questions written on the student’s
level for ultimate understanding. The demographic section followed which provided
background information for categorical data (i.e. grade level, gender, race, and gifted
status). The survey took approximately 15 minutes for students to complete.
Originally, the survey disaggregated student status in the gifted program to
provide three control groups. This status statement was provided in the demographic
section of the survey where students used an “x” as an indicator of: Still in the gifted
program and intend to remain, Still in the gifted program but would like to get out, and
Not in the gifted program. However, once the survey results were analyzed the last two
groups were combined because of the limited number of students in those groups. In
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conclusion, the survey was disaggregated by Still in the gifted program and intend to
remain and Still in the gifted program but would like to get out/Not in the gifted program.
The survey went through several revisions to ensure that each question measured
the independent variables. A few questions were taken directly from the review of
literature and were modified. The questions were rephrased on the level of middle school
students’ understanding. The instrument was reviewed by faculty of the Department of
Educational Leadership at Clark Atlanta University for face validity. A middle school
language arts teacher and a middle school student evaluated the survey for
appropriateness and ease of understanding.
Survey Reliability Analyses
Cronbach’s alpha was conducted for each survey scales in order to determine the
overall internal reliability of the items measuring each survey scale as well as their
individual item contributions to the survey scale. Therefore five reliability analyses were
conducted; one for each survey scale. An overall survey score was computed for each
survey scale by averaging across all items measuring the particular survey scale. These
overall survey scores therefore served as scaled independent variables. Finally, each
survey scale score was correlated with the total survey score to determine the construct
validity of each scale.
Data Collection Procedures
An application was submitted to the local Metro Atlanta school district to gain
permission to access administrators, teachers and students. Once the research was
approved, the researcher contacted administrators who in turn identified gifted students.
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Then the surveys were distributed and administered to selected middle school students by
gifted teachers. Three middle schools were selected based on the fact that they had a
sizeable African-American student population. Unfortunately, there were only 84 middle
school students who returned survey and consent forms to the researcher. The gifted
teachers of these schools distributed consent letters to parents prior to administrating the
survey. After a “follow-up” contact, the researcher traveled to schools to acquire
completed surveys and consent forms. Therefore, the researcher was responsible for
distribution and collection of the student surveys.
Statistical Applications
The Statistical Package for the Social Sciences (SPSS) was used to analyze the
data collected and compiled by the surveys. The independent variables (racial identity,
cultural attitudes, self-esteem, group membership and teacher support) were measured via
a self-reported survey. Survey responses were coded as follows: Strongly agree = 4,
Agree = 3, Disagree = 2, and Strongly Disagree 1. However, reversal items (e.g.,
negatively phrased items) were reverse coded so that higher values were consistently
associated with more positive responses. A comparative analyses (Pearson r Product
Moment Correlation Coefficient), correlations, and regression analysis was used to
examine the research questions. A level of significance of .05 was used to accept or
reject the relationship among the variables.
Summary
The research method selected for this study was a Pearson r Product Moment
Correlation Coefficient research study used to determine if there is a significant
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relationship between the attrition of African-American gifted students participation in
gifted programs and their racial identity, cultural attitudes, self-esteem, group
membership, and teacher support. A survey was created as the instrument used to
conduct the study. Most questions were developed and revised by the researcher and
Dr. Trevor Turner (Clark Atlanta University Professor and Dissertation Committee
Member). However, a few questions were revised from the literature. Since middle
school students were participants in the study, a complex process was followed to attain
access to students and protect their identities. Even though the researcher never met the
student participants and the surveys were anonymous, a consent letter was required by the
Department of Leadership of Clark Atlanta University. To further protect students, the
researcher allowed the selected middle school administrators and teachers to disseminate
surveys and consent forms. Unfortunately, collecting data from students turned out to be
very difficult. After distributing over three hundred surveys and consent letters, only 84
were signed, completed and returned.
CHAPTER V
ANALYSIS OF THE DATA
Data Summaries and Analyses
The student demographic characteristics (grade level, race, and gender) were
summarized via frequency distributions. The dependent variable (status in gifted
program) was also summarized using a frequency distribution. The scaled independent
variables were summarized via descriptive statistics such as means, minimum values,
maximum values and standard deviations. In addition, box plots were constructed, which
displayed the distributional characteristics for each scaled independent variable.
Furthermore, a comparative line chart was constructed whereby those students who were
enrolled in the gifted program were compared to those at-risk for removal (n = 5) and
those who had already been removed from the gifted program (n = 5) with regard to their
mean scale scores. Those at-risk for removal (e.g., on probation) were combined with
those who had already been removed from the gifted program, resulting in a group size of
10 participants within the gifted program at-risk for attritionlattrition group.
In order to determine the degree to which racial identity, cultural attitudes, self
esteem, group membership, teacher support, and demographics influence student
participation in gifted programs, several analyses were conducted. The first set of
analyses examined the relationship between demographics and other independent
variables associated with the survey questions. The data program found similar key
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words and grouped them together to determine a correlation. In addition, the Pearson r
was conducted to determine if there is a significant correlation between the independent
variables and the dependent variable. Statistical significance was determined based on an
alpha .05.
Research Sample
The survey data used for this study was obtained from a total of 84 sixth, seventh,
and eighth grade students who have participated in the gifted program. Presented in
Table 1 is a summary of the demographic characteristics of the participants in this study.
The results indicated that there was a relatively equal number of males (n 41) and
females (n = 43) in this study and the three grade levels were all well represented with
33.3% of the sample in the sixth grade, 28.6% in the seventh grade, and finally 3 8.1% in
the eighth grade. The results also indicated that the participants were most likely to
identify themselves as blacklAfrican American (84.5%) with only 15.5% of the
participants identifying themselves as multiracial. Finally, the results indicated that the
vast majority of the participants (88.8%) were currently enrolled in the gifted program
and were therefore not removed from the gifted program or at-risk for removal.
The survey data revealed in Tables 2 through 4 provides a comprehensive
summary of the demographic characteristics of the participants in this study. Although
the three middle schools had a variance in the actual number of participants, the actual
school setting had little variance.
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Demographic Summary ofResearch Particzpants by School (2 008-2009)
Middle School A Middle School B Middle School C
Total Enrollment 844 970 909
Gifted Students 52 91 67
Participated in Study 47 5 31
Males 22 4 14









Note: One student was not identified with a school
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Table 3
Demographic Summary ofMiddle School (2008-2009)
Middle Middle Middle
School A School B School C
Gifted Students 6.2% 9.4% 7.4%
6th Grade Fall Semester 259 342 270
6th Grade Spring Semester 275 331 280
7th Grade Fall Semester 264 3 13 318
71h Grade Spring Semester 266 302 323
8th Grade Fall Semester 321 315 321
8t1 Grade Spring Semester 323 302 326
Economically Disadvantaged Students 72% 83% 77%
Black 98% 97% 95%
White 0% 0% 0%
Hispanic 1% 1% 1%
Asian 0% 0% 0%
Multiracial 1% 2% 2%
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Table 4
Demographic Summary ofCertified Personnel Data (2008-2009)
Middle School A Middle School B Middle School C
Male Teachers 18 18 10
Female Teachers 45 49 51
Black 52 65 56
White 8 1 2
Hispanic 1 1 1
Asian 0 0 1
Multiracial 2 0 1
Average Years of Experience 9.86 11.37 8.98
Some Important Notes: All middle schools made AYP this school year; All gifted
teachers were females; All middle schools were Title I Schools
Descriptive Statistics
This section of the chapter provides the descriptive results for the sample,
including reliability coefficients (Cronbach’s alpha), validity coefficients, means,
standard deviations and descriptive charts. The results of the reliability analyses have
been presented in Table 5. The results indicated that the internal consistency of survey
ranged from low to moderate (Ponterotto & Ruckdeschel, 2007).
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Table 5
Cronbach ‘s Alpha Reliability Coefficients
Source N Number of items ct.
Total survey 73 29 0.688
Racial identity 83 4 0.3 89
Cultural attitudes 82 5 0.472
Self-esteem 79 6 0.546
Group membership 82 7 0.583
Teacher support 81 7 0.690
The correlation coefficients representing the relationship between each survey
scale and the total survey are presented in Table 6. The results indicated that all of the
survey scales were positively and statistically significantly correlated with the total
survey,p < .001. The size of the correlations ranged from .513 for group membership to
.617 for racial identity. All of the correlation coefficients were substantial in strength and
therefore substantially related to the total survey score.
The descriptive statistics for the survey dimensions are presented in Table 7. The
potential score range was between one and four with higher values indicative of more
favorable outcomes. The mean scores indicate that on average, the scale scores tended to
be more favorable than unfavorable. Participants had the most favorable mean score with
regard to self-esteem (3.53) and the least favorable mean score for racial identity (2.75).
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Table 6
Correlation Coefficients between Total Survey Score and Scale Scores
Total survey score
Source N R P
Racial identity 84 0.6 17 <.001
Cultural attitudes 84 0.547 <.001
Self-esteem 84 0.562 <.001
Group membership 84 0.5 13 <.001
Teacher support 84 0.611 <.001
Table 7
Means and Standard Deviations for Survey Scales
Source N Minimum Maximum Mean SD
Racial identity 84 1.25 4.00 2.75 0.50
Cultural attitudes 84 1.80 4.00 2.95 0.44
Self-esteem 84 2.67 4.00 3.53 0.37
Group membership 84 1.57 3.86 2.89 0.43
Teacher support 84 1.57 4.00 3.08 0.46
The results in Table 7 also indicate that the range of values obtained for the self
esteem scale was restricted given the minimum value was 2.67, which was much larger
than the minimum possible (e.g., 1.0). Therefore no one in this study reported having
low self-esteem.
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The box plot featured in Figure 2 provides a comparison of the median scores for
each scale as well as the minimum value (lower horizontal bar), the maximum value
(upper horizontal bar), the inter-quartile range (grey shaded box), and the presence of
outliers (black dots). The results in Figure 2 indicate that the cultural identity scale had
the most variability in the distribution of scores. The results also indicate that there was
one outlier on the high end of the racial identity scale and two outliers on the low end of
the racial identity scale. Furthermore, there was one outlier on the low end of the group
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membership
Figure 2. Bar chart representing median values, minimum values, maximum values and
the inter-quartile range for each of the five survey scales
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In addition to the overall mean scores, the dataset was split by student status
(currently enrolled in the gifted program and at-risk for removal/removed) and the means
were computed and compared via a line chart. The results in Figure 3 indicate that the
profiles of the two groups were similar. However, those students who were either already
removed from the gifted program or who were at-risk for being removed had a noticeably
lower mean racial identify scale score, group membership scale score, and teacher
support scale score. However, the two groups were relatively similar with regard to their
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Figure 3. Line chart comparing students currently enrolled in the gifted program to
students removed or at-risk for removal from the program with regard to their mean scale




Results of Research Questions
The research questions that guided this study are as follows:
RQ 1: Is there a significant relationship between racial identity and the attrition
of African-American students in gifted programs?
RQ2: Is there a significant relationship between cultural attitudes and the
attrition of African-American students in gifted programs?
RQ3: Is there a significant relationship between self-esteem and the attrition of
African-American students in gifted programs?
RQ4: Is there a significant relationship between group membership and the
attrition of African-American students in gifted programs?
RQ5: Is there a significant relationship between teacher support and the attrition
of African-American students in gifted programs?
A Pearson r Product Moment Correlation Coefficient was used to determine the
correlation between the independent and dependent variables. The Pearson r refers to the
magnitude and direction of the association between two variables that are on an interval
scale. The Pearson r scale ranges between a -1 (negative correlation) and +1 (positive
correlation), an r value of approximately 0.5 is considered a weak correlation; while a
correlation of approximately 0.75 is considered moderate, and a r value of approximately
0.9 is considered a strong correlation. The alpha (p) level of significance set for this
study is 0.05. If the calculated significance (sig) value is greater than the alpha value
(0.05) the research null hypothesis will be accepted. If the calculated significance (sig)
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value is less than or equal to the alpha value (0.05), the research null hypothesis will be
accepted.
Analyses of Research Questions and Null Hypotheses
RQ 1: Is there a significant relationship between racial identity and the attrition
of African-American students in gifted programs?
HO 1: There is no statistically significant correlation between racial identity and
the attrition of African-American students in gifted programs.
A Pearson r Product Moment Correlation Coefficient was used to determine if
there was no statistically significant correlation between racial identity and the attrition of
African-American students in gifted programs. At the level of significance (alpha value
of 0.050), the Pearson r yielded a correlation coefficient value of -0.166 with a
significance value of 0.130. Because the significance of 0.130 was greater than the alpha
value of 0.05, the null hypothesis is accepted. Therefore, there is no significant
correlation between racial identity and the attrition of African-American students in
gifted programs. The Pearson r Product Moment Correlation Coefficient analysis for the
research null hypothesis is presented in Table 8.
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Table 8
Pearson r Product Moment Correlation Coefficient Analysis Results: Racial Identity
Radial Identity
Attrition
Pearson r Racial Identity Correlation Coefficient 1.000 -0.166
Sig. (2-tailed) . 0.130
N 84 84
Pearson r Attrition Correlation Coefficient -0.166 1.000
Sig. (2-tailed) 0.130
N 84 84
RQ2: Is there a significant relationship between cultural attitudes and the
attrition of African-American students in gifted programs?
H02: There is no statistically significant correlation between cultural attitudes
and the attrition of African-American students in gifted programs?
A Pearson r Product Moment Correlation Coefficient was used to determine if
there was no statistically significant correlation between cultural attitudes and the
attrition of African-American students in gifted programs. At the level of significance
(alpha value of 0.050), the Pearson r yielded a correlation coefficient value of 0.070 with
a significance value of 0.527. Because the significance of 0.527 was greater than the
alpha value of 0.05, the null hypothesis is accepted. Therefore, there is no significant
correlation between cultural attitudes and the attrition of African-American students in
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gifted programs. The Pearson r Product Moment Correlation Coefficient analysis for the
research null hypothesis is presented in Table 9.
Table 9
Pearson r Product Moment Correlation Coefficient Analysis Results: Cultural Attitudes
Cultural Attitudes
Attrition
Pearson r Cultural Attitudes Correlation Coefficient 1.000 0.070
Sig. (2-tailed) . 0.527
N 84 84
Pearson r Attrition Correlation Coefficient 0.070 1.000
Sig. (2-tailed) 0.527
N 84 84
RQ3: Is there a significant relationship between self-esteem and the attrition of
African-American students in gifted programs?
H03: There is no statistically significant correlation between self-esteem and the
attrition of African-American students in gifted programs.
A Pearson r Product Moment Correlation Coefficient was used to determine if
there was no statistically significant correlation between self-esteem and the attrition of
African-American students in gifted programs. At the level of significance (alpha value
of 0.050), the Pearson r yielded a correlation coefficient value of -0.059 with a
significance value of 0.5 94. Because the significance of 0.5 94 was greater than the alpha
value of 0.05, the null hypothesis is accepted. Therefore, there is no significant
48
correlation between self-esteem and the attrition of African-American students in gifted
programs. The Pearson r Product Moment Correlation Coefficient analysis for the
research null hypothesis is presented in Table 10.
Table 10
Pearson r Product Moment Correlation Coefficient Analysis Results: SeEsteem
Self-Esteem
Attrition
Pearson r Self-Esteem Correlation Coefficient 1.000 -0.059
Sig. (2-tailed) . 0.594
N 84 84
Pearson r Attrition Correlation Coefficient -0.059 1.000
Sig. (2-tailed) 0.594
N 84 84
RQ4: Is there a significant relationship between group membership and the
attrition of African-American students in gifted programs?
H04: There is no statistically significant correlation between group membership
and the attrition of African-American students in gifted programs.
A Pearson r Product Moment Correlation Coefficient was used to determine if
there was no statistically significant correlation between group membership and the
attrition of African American students in gifted programs. At the level of significance
(alpha value of 0.050), the Pearson r yielded a correlation coefficient value of -0.239 with
a significance value of 0.02 8. Because the significance of 0.02 8 was less than the alpha
49
value of 0.05, the null hypothesis is rejected. Therefore, there is a significant correlation
between group membership and the attrition of African-American students in the gifted
program. The Pearson r Product Moment Correlation Coefficient analysis for the
research null hypothesis is presented in Table 11.
Table 11





Pearson, Group Membership Correlation Coefficient 1.000 -
Sig. (2-tailed) . 0.028
N 84 84
Pearson r Attrition Correlation Coefficient 0.239* 1.000
Sig. (2-tailed) 0.028
N 84 84
*• Correlation is significant at the 0.05 level (2-tailed).
RQ5: Is there a significant relationship between teacher support and the attrition
of African-American students in gifted programs?
H05: There is no statistically significant correlation between teacher support
and the attrition of African-American students in the gifted program.
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A Pearson r Product Moment Correlation Coefficient was used to determine if
there was no statistically significant correlation between teacher support and the attrition
of African-American students in the gifted program. At the level of significance (alpha
value of 0.050), the Pearson r yielded a correlation coefficient value of -0.155 with a
significance value of 0.159. Because the significance of 0.159 was greater than the alpha
value of 0.05, the null hypothesis is accepted. Therefore, there is no significant
correlation between teacher support and the attrition of African-American students in the
gifted program. The Pearson r Product Moment Correlation Coefficient analysis for the
research null hypothesis is presented in Table 12.
Table 12
Pearson r Product Moment Correlation Coefficient Analysis Results: Teacher Support
Teacher Support
Attrition
Pearson r Teacher Support Correlation Coefficient 1.000 -0.155
Sig. (2-tailed) . 0.159
N 84 84
Pearson r Attrition Correlation Coefficient -0.155 1.000
Sig. (2-tailed) 0.159
N 84 84
Conclusively, there was little variance in student responses while examining the
surveys from the middle school students. As a result of this action, only one independent
variable, group membership had statistically significance. Consequently, the researcher
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conducted additional analysis of the data to determine if there were other factors that
affect attrition. Thus, new groupings were derived from a factor analysis of the survey
items. The new groupings revealed were Demographics and Academic Self-Esteem,
Demographics and African American Occupational Status and Demographics and
Independent Variables.
The Pearson r Correlation Analysis was used to compare the relationship between
demographics and academic self-esteem presented in Table 13. The results indicated that
survey questions number 10 and 13 were statistically significantly correlated with
students’ grade level and gender.
Question 10: I feel good about my work in the classroom (self-esteem).
Question 13: I feel good about my participation in my academic courses (self
esteem).
The size of the correlations ranged from -.267 for gender to -.267 for grade level.
These correlation coefficients were substantial in strength and therefore substantially
related to academic self-esteem. There was a significant correlation between gender and
grade level as it relates to academic self-esteem. Therefore, females in the eighth grade
who had low self-esteem had a higher probability of dropping out of the gifted program.
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Table 13
Pearson r Correlationfor Demographics and Academic S4f.Esteem
Item 10 Item 13
Grade Pearson Correlation .308**
435**
Sig. (2-tailed) .004 .000
N 85 83
Race Pearson Correlation .029 -.052
Sig. (2-tailed) .789 .642
N 85 83
Gender Pearson Correlation .267* .278*
Sig. (2-tailed) .013 .011
N 85 83
Status Pearson Correlation -.065 -.192
Sig. (2-tailed) .560 .084
N 84 82
*• Correlation is significant at the 0.05 level (2-tailed).
The Pearson r Correlation Analysis was used to compare the relationship between
demographics and black occupational status presented in Table 14. The results indicated
that survey item number 3 and 8 were statistically significantly correlated with students’
grade level and status in the gifted program. The size of the correlations ranged from
.224 for grade level to -.23 5 for status in the gifted program.
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Table 14
Pearson r Correlationfor Demographics and African American Occupational Status
Item 3 Item 8 Item 9
Grade Pearson Correlation .224* -.048 .092
Sig. (2-tailed) .039 .662 .404
N 85 84 85
Race Pearson Correlation .009 -.070 -.175
Sig. (2-tailed) .935 .526 .110
N 85 84 85
Gender Pearson Correlation .230* -.0 13 .125
Sig. (2-tailed) .034 .904 .254
N 85 84 85
Pearson Correlation -.0 15 .235* -.059
Status Sig. (2-tailed) .891 .032 .591
N 85 84 85
. Correlation is significant at the 0.05 level (2-tailed).
Question 3: I believe being black is more difficult than being white (racial
identity).
Question 8: My family thinks that it is easier for blacks to excel in music and
sports than in other areas in life (cultural attitudes).
Question 9: It is easier for blacks to get blue collar jobs (ex. bus driver, postman,
etc.) than white collar jobs (doctor, lawyer, etc.) (cultural attitudes)
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These correlation coefficients were substantial in strength and therefore
substantially related to African American occupational status. Therefore, males in the
sixth grade who did not have a positive racial identity or cultural attitude had a higher
probability of dropping out of the gifted program.
The Pearson r Correlation Analysis was used to compare the relationship between
demographics and the independent variables presented in Table 15. The results indicated
that racial identity had positively and statistically significantly correlated with students’
grade level and gender. Also, the data revealed that group membership had a positively
and statistically significantly correlation with status in the gifted program. The size of
the correlations ranged from -.260 to .28 8. These correlation coefficients were substantial
in strength and therefore substantially related to racial identity, group membership, grade
level, gender and status in the gifted program.
Table 15
Pearson r Correlation for Demographics and Independent Variables
Racial Cultural Group Teacher
Identity Attitudes Self-Esteem Membership Support
Grade Pearson Correlation .263 -.046 -.199 -.158 -.2 15
Sig. (2-tailed) .015 .680 .077 .153 .053
N 84 83 80 83 82
Race Pearson Correlation 106 -.045 .021 -.193 .031
Sig. (2-tailed) .337 .685 .855 .080 .780




Racial Cultural Group Teacher
Identity Attitudes Self-Esteem Membership Support
Gender Pearson Correlation .288** .019 -.045 .031 -.096
Sig. (2-tailed) .008 .866 .692 .778 .393
N 84 83 80 83 82
Status Pearson Correlation -.115 -.153 -.182 .260* -.138
Sig. (2-tailed) .300 .171 .108 .018 .219
N 83 82 79 82 81
‘. Correlation is significant at the 0.05 level (2-tailed).
CHAPTER VI
CONCLUSIONS, IMPLICATIONS, AND RECOMMENDATIONS
The purpose of this Pearson r Product Moment Correlation Coefficient research
study was to determine if there was a relationship between the attrition of African-
American gifted students’ participation in gifted programs and their racial identity,
cultural attitudes, self-esteem, group membership, and teacher support. A questionnaire
was developed for students for the purpose of collecting and analyzing data to test the
null hypotheses, which states that no relationship exists.
The results of this study indicate that there is no significant relationship between
African-American gifted students’ racial identity, cultural attitudes, self-esteem or
teacher support as it relates to their attrition in the gifted program. However, there is a
significant relationship between African-American gifted students’ group membership
and their attrition in the gifted program. This chapter reiterates the data analysis findings
for each research question along with its implications and recommendations.
Furthermore, the limitations associated with the current study and recommendations for
future research are discussed.
Findings




Research Question 1 accepted the null hypothesis. There was no significant
relationship between racial identity of African-American gifted students and their
attrition.
Research Question 2 accepted the null hypothesis. There was no significant
relationship between cultural attitudes of African-American gifted students and their
attrition.
Research Question 3 accepted the null hypothesis. There was no significant
relationship between self-esteem of African-American gifted students and their attrition.
Research Question 4 rejected the null hypothesis. There was a significant
relationship between group membership of African-American gifted students and their
attrition.
Research Question 5 accepted the null hypothesis. There was no significant




Surprisingly, the following independent variables: racial identity, cultural
attitudes, self-esteem and teacher support had no statistically significant relationship with
the dependent variable attrition. However, it is important to bring attention to this subject
matter, formulate partnerships with parents and expose leaders, teachers, counselors, and
parents to gifted resources.
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Implication #1
Although the above independent variables had no statistically significant
relationship, a major problem still exists. Currently, in urban areas, gifted African-
American students are among the smallest subgroup in school. And as a small group, a
few of these gifted students depart the program before their high school graduation. With
this small percentage of students leaving an already undersized population, school leaders
must take notice of this phenomenon.
In an urban setting, many school leaders ignore gifted education. However, this
notion (neglect of the gifted program) is not done intentionally but based on the major
needs of their school. Hopeftully, as a result of this study, school leaders should provide
better support for their gifted students. Alarmingly, the literature expressed that gifted
students have greater psychological and emotional issues than other African-American
students (Ford-Harris, Schuerger, & Harris, 1991). Since the independent variables are
related, any implemented strategies would help in alleviating attrition in gifted programs.
Due to the psycho-social impact of gifted education on African-American
students, parents must be involved. School leaders and teachers must formulate
partnerships with parents. The environment has to find creative ways to draw parents to
action. If parents understand the importance of parental support, students have a greater
chance of being successful in a school supported gifted program. Teachers should invite
parents to their classrooms to share information on attrition. Also, parents should visit
classrooms when their children are presenting projects or performing in local
competitions. During these visits, teachers should encourage parents to get their children
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involved in outside gifted programs or groups. Presently there are numerous
organizations (see Appendix A) that specialize in supporting gifted students. These
resources provide a plethora of information on gifted education. These resources provide
the following information but not limited to: statistical studies (journals), creative
courses (summer and after-school), competitions, projects, activities and best practices.
Conclusion #2
The independent variable group membership statistically had the most significant
impact of attrition on African-American gifted students.
Implication #2
School leaders must provide a supportive and positive environment for gifted
students. Therefore, staff development becomes integral for gifted teachers.
After teachers receive a gifted endorsement to teach gifted students, training for
gifted teachers is neither encouraged nor available. Teachers enjoy teaching gifted
students because they are not required to follow the city, county or district’s regular
curriculum. They are also rewarded with a small class size of bright students. The
teachers’ only concern, along with parents and administrators, are to challenge this
unique population. However, according to the results of this study, teachers must be
concerned with students’ interpersonal skills and overall gifted environment.
Professional development focusing on cooperative learning would help students
to adjust to a rigorous learning atmosphere. Although, gifted education fosters
differentiation and creativity, gifted students also come with variance levels of strengths
and weaknesses. This learning strategy would allow students to achieve and foster
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positive peer relationships. Teachers who understand their students would assign
leadership roles within the group based on variance of abilities. Even though gifted
students perform high on academic levels, they come with different achievement levels.
Cooperative learning would provide teachers with insight on group membership. This
knowledge would assist teachers when they are plaiming their group instruction. This
strategy of grouping would allow students to feel a bond with other classmates. Finally,
cooperative learning promotes grouping that teaches social skills and improves self-
esteem.
Recommendations
Recommendations for District Leaders
The research implies that school officials provide professional development
training for all teachers, especially gifted teachers. Most districts provide internal
professional development but external training with contractors is also found to be
effective. The classes should be offered throughout the school year focusing on teaching
gifted students, cooperative learning and racial identity development. Teachers could
attend classes at a central location or at the local school.
As a policy recommendation, the Gifted Endorsement Program should be a part of
professional development. Gifted endorsement is a state requirement and needed prior to
any teacher teaching gifted students. In order for teachers to receive this endorsement,
they must meet certain course requirements for the program. Professional development
should be mandatory for teachers receiving a gifted endorsement.
61
Another policy recommendation should provide a mentor for every new gifted
teacher. These assignments are also facilitated and supported through professional
development. The School District has the resources of pairing expert gifted teachers with
novices. This mentorship would provide gifted teachers with a “hands-on approach”
where master gifted teachers share their knowledge and successful strategies with novice
teachers. These resources should be readily available through a phone call or email.
Finally, master teachers become invaluable resources to novice gifted teachers who
would model lessons, solve problems and share successful strategies.
The key to eliminating the attrition rate centers on leadership (Grantham & Ford,
1998). School officials should require principals in urban schools to participate in
professional development pertaining to the issues with educating gifted students. Gifted
students have more psycho-social issues than regular education students. Understanding
and supporting this population will alleviate attrition in gifted programs.
Finally, the District should have a budget for supporting the goals of professional
development for principals and gifted teachers. Gifted students bring in additional state
funding based on their “gifted status” yet principals and gifted teachers have little to no
available professional development training focused on teaching gifted students and
dealing with racial identity issues. These professional development funds would also
support training through mentorship. Master Gifted Teachers who would train new gifted
teachers would receive a stipend and a sub provided for teachers as needed.
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Recommendations for Administrators
Grantham and Ford (1998) study of African-American gifted students looked at
the administrative role as it pertains to alleviating underrepresentation in gifted programs.
It is extremely important to have the principal initiate and support the goals of gifted
education. As the leader of the school, the principal sets the overall academic
atmosphere. Through instructional leadership, the principal is responsible for hiring
gifted teachers and setting high expectations.
By fostering a caring and supportive environment, principals should hire gifted
teachers who have a commitment to support gifted students. Since many teachers do not
have the capacity to teach gifted students, principals should observe the perspective
teacher teaching a lesson. Many teachers believe that teaching gifted students is an easy
task. However, some discover this population of children is very challenging. Teachers
who teach gifted students are responsible for providing a positive environment that
encourages self-esteem. Also, principals searching for the best gifted teachers should
select from his/her staff. Since this is an important position, the principal is already
familiar with the capacity of his/her teachers.
By maintaining high expectations, the principal should foster a supportive
environment for gifted education. This is performed by encouraging participation in
professional development classes and monitoring. Cooperative learning training would
help gifted teachers manage the group membership dynamics in their classrooms.
Observations are used for monitoring cooperative learning in the gifted program. These
observations provide valuable information for the principal and the teacher. Goals should
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be developed based on the programs immediate needs. Feedback from the teacher is
taken into consideration. Finally, the teacher and the principal must maintain attrition
data of gifted students. Setting goals and focusing on an upward trend will provide
valuable data to see if the above mentioned strategies are working.
Finally, the research implies that the principal must create time for students to
meet together and communicate their issues (Tatum, 1997). During middle school is
when African-American students are searching for an understanding of their racial
identity. A successful program implemented at a Massachusetts middle school entitled
Student Efficacy Training (SET) proved successful. It allowed Boston students to meet
each day as a group with two staff members instead of attending physical education,
home economics or study hall (Tatum, 1997). During this time, students voiced concerns
over homework difficulties, social issues and encounters with racism (Tatum, 1997).
Recommendations for Teachers
The research implies that teachers hired for the gifted position must be prepared
to foster a positive environment that is conducive for learning. Teachers must be willing
to attend professional development classes as well as receive apprenticeship from a
“Master Gifted Teacher.” Based on the findings and the current research on attrition of
African-American gifted students, gifted teachers must have a deep understanding of
these challenges. Since the independent variable group membership rejected the null
hypothesis, cooperative learning is very important. Cooperative learning would allow
teachers to establish strong bonds, build self-esteem and support students.
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Unfortunately, gifted students suffer from underachievement based on unmet
psychological and emotional issues (Ford-Harris, Schuerger, & Harris, 1991). Therefore,
gifted teachers must pay close attention to their students. If an issue arises, the teacher
should refer students to the counselor. The counselor plays and integral role to
addressing the needs and effectively working with gifted students. Counselors are
familiar with racial identity development and can help students through the stages.
Finally, gifted teachers should also communicate with parents and administrators.
As a result of the research, the gifted teacher should infuse literature and positive
images of African-American children with his/her lessons. This is important to combat
the negative media images students are consistently bombarded. Teachers should use
books written by African-American authors who have realistic and positive illustrations
of African-American students. Also, some books are available to improve achievement
and self-esteem. These books when used for self-understanding are called bibliotherapy.
When students identify with the characters in the book on a personal level, they recognize
that their problems are shared with other students.
Recommendation for Further Research
The research study goal was two-fold: spotlight an issue pertaining to attrition of
African-American gifted students and to provide a comprehensive review of the stated
independent variables. Unfortunately, this analysis significantly falls short of fulfilling
the latter goal of study. It is recommended that further research is done on this topic to
include more middle schools instead of the three that were used. Secondly, the actual
sample size should be expanded to include elementary and/or high school students. With
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the inclusion of more independent variables, the results could have a significant
relationship between African- American gifted students and attrition. Some of these
independent variables could be academic choices, parental involvement, student prior
knowledge, test scores, student counseling and demographics. A longitudinal study
would provide data over a period of time to document actual attrition “rates.” Therefore,
the final recommendations for this study are:
• Including more middle schools for this study
• Including gifted students who are the minority in their schools/gifted
programs
• Expanding sample size
• Expanding the independent variables
• Longitudinal study
• Further research on this topic
The research presented in this dissertation provides school leadership with a
foundation to begin the process of alleviating attrition in gifted programs. The strategies
revealed in this study have been proven successful. However, with the many limitations
presented, further research, discussions and exposure to this issue are needed. Finally,
the researcher hopes that this dissertation brings attention to gifted students and their
unique challenges.
APPENDIX A
Resources for Gifted Children
Resources (The Georgia Association for Gifted Children, 2012)
Associations/Organizations
1. MENSA http://www.us.mensa.org
2. National Association for Gifted Children (NAGC) www.nagc.org
3. State Gifted Associations http://www.nagc.org/index.aspx?id=3 7
4. World Council for Gifted and Talented Children https://world-gifted.org/
College/University Programs
1. American Association for Gifted Children at Duke University
http://www.aagc.org/index.html
2. Ashland University Talent Development Program
http://personal.ashland.edu/-jpiirto/TDEprogram.htmI
3. Brenau Academy http://www.brenauacademy.org/PRarticle.cfm?id= 12
4. Center for Talent Development at Northwestern University http://www.ctd.nwu.edu
5. College of William & Mary’s Center for Gifted Education http://cfge.wm.edu
6. Gifted Education Resource Institute (GERI) at Purdue University
http://www.geri.soe.purdue.edu/
7. Institute for the Academic Advancement of Youth at Johns Hopkins University
http://www.i hu.edu/gifted
8. Southern Polytechnic State University http://www.spsu.edu
9. The College Board http://www.collegeboard.com
10. The Connie Belin and Jacquline N. Blank International Center for Gifted Education and
Talent Development (University of Iowa) http://www.education.uiowa.edu/belinblank/
11. The University of Missouri Center for Distance and Independent Study
http://cdis.missouri.edu/
12. University of Georgia Gifted Program http://www.coe.uga.edu/epit/gcei
Enrichment/Academic Opportunities
Competitions
1. Academic Decathlon http://www.usad.org/
2. Future Problem Solving Program http://www.fpsp.org/
3. Georgia Future Problem Solving Program http://www.gafpsp.org





6. Odyssey of the Mind http://www.odysseyofthemind.com/
7. Science Olympiad http://www.soinc.org/
8. Science-by-Mail
http://www.acm.org/sigchi/chi96/proceedings/intpost/Fusco/fm_txt.html
9. Stock Market Game http://www.smg2000.org!
10. Torrance Legacy Creative Writing Awards http://www.coe.uga.edu/torrance!
Activities/Programs
1. Advanced Academy of Georgia State University of West Georgia
http://www.westga.edu/—academy
2. American Computer Experience (Emory University & Georgia Tech, as well as other
sites). Ages 7 to 16. http://www.computercamp.com
3. Aviation Challenge or Space Camp, Huntsville, Alabama, or Titusville, Florida. For ages
9-18 (plus family programs) http://www.spacecamp.com
4. Camp Invention, metro Atlanta public school sites, including 3 in Atlanta, 2 in Roswell,
and I in Aipharetta. http://www.invent.org/camp invention!
5. Carlos Museum at Emory http://www.emory.edu/CARLOS/
6. Center for Creative Learning, Inc. http://www.creativelearning.com/
7. Chattahoochee Nature Center http://www.chattnaturecenter.com
8. College Board Advanced Placement Program http:Hwww.collegeboard .com/api
9. Davidson Institute for Talent Development www.davidsongifted.org
10. Duke University Talent Identification Program http://www.tip.duke.edu
11. Dunwoody Nature http://www.dunwoodynature.org/doitodo.html
12. Fernbank Museum of Natural History/Science Center http://www.fernbank.edu
13. Georgia Governo?s Honors Program http://www.valdosta.edu/ghp/
14. Georgia Tech CEISMC http://www.ceismc.gatech.edu
15. Institute for the Academic Advancement of Youth at Johns Hopkins University
http://www. ihu.edu/—gifted/
16. International Baccalaureate Organization http:Hwww. ibo.org/
17. MidSummer Macon, Wesleyan College, Macon, GA
http:!/www.wesleyanco llege.edu/Community/CampsYouthPrograms!tabid!1 044/Default.
18. Spruill Arts Center http://www.spruillarts.org/education center.htm
19. Summer Camp for Academically Talented Middle School Students, The Center for
Gifted Studies, Western Kentucky University, Bowling Green, KY.- For rising 7th, 8th,
and 9th graders, SCATS and VAMPY http://www.wku.edu/gifted/
20. Summer Enrichment Program for Gifted & Talented Youth, Appalachian State
University, Boone, NC http://www.conferences-camps.appstate.edu
21. Summer Institute for the Gifted (SIG) www.giftedstudy.com or call (866)303-4744.
22. The Center for Gifted Education at William and Mary http://cfge.wm.edu/
23. The Summer Gifted Studies Program, The University of Southern Mississippi,
Hattiesburg, MS. For grades four through eight http:i/www
dept.usm.edu!-gifted!sfy!services for youth .htrnl
24. The Torrance Center for Creative Studies http://www.coe.uga.edu/torrance/






1. Gifted Child Quarterly http://gcg.sagepub.com/archive/
2. Parenting for High Potential http://www.nagc.org/index.aspx?id=1 180
3. Roeper Review http://www.roeper.org/RoeperInstitute/roeperReview/index.aspx
Miscellaneous
• Council for Exceptional Children http://www.cec.sped.org/index.html
• Federal legislation concerning gifted education NAGC link
http://www.nagc.org/index.aspx?id=585&al
• GA Department Of Education Gifted Page http://www.doe.k12.ga.us/ci iap gifted.aspx
• Gifted Resource Center of New England http://www.grcne.com
• GT World http://www.gtworld.org
• Hoagies Gifted Education Page http://www.hoagiesgifted.org
• Jacob K. Javits Gifted and Talented Education Program
http:/Iwww.ed . gov/programs/i avits/index.html
• National Excellence http ://www.ed.gov/pubs/DevTalent/toc.html
• National Research Center on Gifted and Talented at the University of Virginia
http://currv.edschool .virginia.edu/overview-gifted-277
• National Research Center on the Gifted and Talented http://www.gifted.uconn.edu!
• National Society for the Gifted and Talented http://www.nsgt.org
• Northwest Regional Educational Laboratory
http://www.nwrel .orgjnwedu/fall%5F97/article I .html
• Talent and Diversity: The Emerging World of Limited English Proficient Students in
Gifted Education http ://www.ed .gov/pubs/TalentandDiversity/
APPENDIX B
Student Survey
The purpose of this study is to examine middle school student perceptions of academic
courses and gifted program enrollment.
Section A
No. RACIAL IDENTITY - How
well you are aware of, understand,
and value your racial background Strongly Strongly
and heritage. Agree Agree Disagree Disagree
1. Black people have contributed
major technological inventions to
this society.
2. My race positively affects my
ability to do well in school.
3. I believe being Black is more
difficult than being White.
4. My friends have accused me of
“acting white” or being a nerd.
No. CULTURAL ATTITUDES
(Culture) — Behavior based on
perceptions learned through Strongly Strongly
family and experiences Agree Agree Disagree Disagree
5. My culture has a positive role in
my academic achievement.
6. My culture has a positive role in
encouraging my participation in
higher level academic courses.
7. At times, I must choose between
trying to do well in school and
trying to fit in with my peers.
8. My family thinks that it is easier
for Blacks to excel in music and





(Culture) — Behavior based on
perceptions learned through Strongly Strongly
family and experiences. Agree Agree Disagree Disagree
9. It is easier for Blacks to get blue
collar jobs (ex. bus driver,
postman, etc) than white collar
jobs (doctor, lawyer, etc.).
No. SELF-ESTEEM — Positive or Strongly Strongly
negative feelings about yourself. Agree Agree Disagree Disagree
10. I feel good about my work in the
classroom.
11. I am proud of who I am.
12. I believe that I am smart.
13. I feel good about my participation
in my academic courses.
14. It is difficult to feel good about
myself because of negative peer
pressure.
15. It is difficult to feel good about
myself because of society’s
standards.
Nc GROUP MEMBERSHIP - A
bond and feelings of togetherness Strongly Strongly
as a racial member. Agree Agree Disagree Disagree
16. Mostly, I associate with students
of my race.
17. I share the same style of clothing
as my friends from my own race.
18. I share the same manner of speech
as my friends from my own race.
19. I share the same work habits as
my friends from my own race.
20. Most of my friends participate in
the gifted program.
21. My friends who do not participate
in the gifted program have a




No. GROUP MEMBERSHIP - A
bond and feelings of togetherness Strongly Strongly
as a racial member. Agree Agree Disagree Disagree
22. If my friends’ comments are
negative toward the gifted
program, it makes me feel
alienated.
No. TEACHER SUPPORT -
Positive or negative support from Strongly Strongly
your teacher. Agree Agree Disagree Disagree
23. I have a positive attitude toward
my teacher(s).
24. I enjoy working with my teacher.
25. My teacher is available to speak
with about concerns.
26. My teacher(s) address issues of
race.
27. My teacher(s) addresses cultural
issues.
28. If I am not doing well, my teacher
will assist me.
29. I have been threatened with
academic probation.
Section B: Demographic Information











American Indian/Native American Multiracial
Gender
__ Male __ Female
Appendix B (continued)
Status in Gifted Program
Still in gifted program and intend to remain
Still in gifted program but would like to get out






I would like to include your child in pioneering research study on the perceptions of African-American
gifted students. This study will be conducted by a researcher from Clark Atlanta University.
Each student will be given a survey with 33 items that will take approximately 10 to 20 minutes for
completion. The survey will be given in a room in your child’s school during non-instructional hours
(e.g. before or after school). Only the researcher will have access to the information collected in this
project, which will be kept in a safe place. Neither your name nor your child’s name will appear in any
reports of this research. You have a right to review a copy of the survey being administered to your child.
Participation in this project is voluntary and involves no unusual risks. You may rescind your permission at
any time with no negative consequences. Your child can refuse to participate or withdraw from the project
at any time with no negative consequences (e.g. their grades, right to receive services, etc.).
Your child’s participation in the project will help us develop better methods of identifying and dealing with
issues that may hinder a child’s academic progress.
If you have any questions about this research or would like to review the
please feel free to contact me at or email me at I




Please indicate below your decisions regarding the various parts of this research project:
I give my permission for the items checked “Yes” below:




I approve my child’s participation in this research project.
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